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INTRODUCTION
The School of Information Systems has entered into a educational venture in two Chinese cities, Shanghai and Fuzhou, to deliver course units from its Bachelor of Information Systems degree to specific campuses in both of those cities. The success in terms of student enrolments, and the level of achievement of those students, have been overwhelming. In semester 2 of 2005 the number of students enrolled in these Chinese programs represents 60.7% of the total taught equivalent full-time student units (EFTSUs) enrolled in the School of Information Systems.
The introduction, management and development of this offshore international programme has encountered many challenges similar to those reported elsewhere (Curro 2003 , McNaught 2003 . Now that the programme has been operating for over three years, it is appropriate to critically reflect on the issues raised by this programme, and identify how such a programme could have been better managed, and to analyse the place that staff involved in the programme have been placed within the wider social and cultural contexts of teaching in a Chinese university.
HISTORY
In 2002 the University of Tasmania joined a consortium of Australian universities for the purpose of delivering degree programs into Chinese tertiary institutions. That consortium, International Education Network (IEN) initially consisted of five Australian universities -Deakin University, Flinders University, Macquarie University, LaTrobe University and the University of Tasmania. IEN operates through a private company, headquartered in Shanghai, that acts as a broker, contract administrator and student recruiting agency. The approach of the IEN consortium was to progressively develop programs in China, rather than seeking to rush into what was obviously a very open market. Careful consideration was given to the choice of Chinese universities, the choice of programs and close cooperation with the provincial Ministries of Education.
Shanghai Fisheries University (SFU) is located in central Shanghai, has been operating for over ninety years and focuses on a scientific programme around aquaculture. In 2001 SFU did not have an Information Systems programme or have collaborative teaching arrangements with any foreign educational providers. SFU approached IEN for inclusion in the consortium programme late in 2001. In early 2002 a senior delegation from SFU visited Australia, including the University of Tasmania, and indicated their desire to have the Bachelor of Information Systems programme delivered in Shanghai. At about that time SFU acquired a new campus at Nanhui, approximately 40 kilometres east of Shanghai and proposed that the BIS degree be delivered on that campus. During mid and late 2002 several visits were made by Tasmanian staff to SFU to negotiate arrangements for the delivery of the programme, and the programme was officially launched to the first class of 304 students in September 2002. 
THE BACHELOR OF INFORMATION SYSTEMS PROGRAMME
The delivery of the Bachelor of Information Systems at SFU consists of a four year programme. Students are recruited during the Chinese summer and commence their academic year in September.
In the first year students study English and a number of Chinese units, including political and cultural studies. In addition, they undertake timetabled sporting activities as part of their university experience throughout their degree. The English course is taught by staff who are employed directly by IEN. Students are required to live in dormitories on campus. For the majority of students this is their first experience of living away from home.
In the latter three years of the programme student study a modified version of the Bachelor of Information Systems. In addition, to the fifteen core units taught by the University of Tasmania's School of Information Systems, students are required to study two units taught by the School of Geography and Environmental Studies from the University of Tasmania, and other units taught by SFU. Their overall load is considerably higher than for students who are studying at the University of Tasmania. The Geography and Environment Studies were included at the request of SFU to provide the students with an awareness of environmental issues relevant to the focus of SFU on aquaculture and the natural environment. All University of Tasmania units are taught in English.
A three year degree at the University of Tasmania consists of twenty four course units, or eight units per year. It was agreed that all University of Tasmania units would be taught by Tasmanian staff when they are first offered at SFU. Thereafter, the number of units taught by Tasmanian staff would be limited to eight, or one third of the degree. The units selected for this continuing delivery by Tasmanian staff are all located in the last two years of the BIS degree.
A Tasmanian staff member is responsible for the unit coordination, teaching and assessment of each University of Tasmania unit taught at SFU. Additional administrative support is offered through SFU and the Assistant Dean of International Education in the Faculty of Commerce at the University of Tasmania.
An intensive, block mode of teaching has been adopted for the delivery of each course unit by Tasmanian staff at SFU:
• All course material for the unit is prepared by Tasmanian staff and sent to SFU prior to the commencement of the semester in which the unit will be delivered;
• For a single unit Tasmanian staff typically visit Shanghai for two sessions of block teaching of five working days each to coordinate the course and deliver the lectures. These block teaching periods normally span a single week, during which the lectures and some of the tutorials for the unit are delivered by the visiting staff. A typical teaching pattern is the delivery of four lectures on each of three days, and a further three lectures on the fourth day of a block teaching period. Staff employed by SFU deliver most of the tutorials in the unit over a longer period of time;
• Marking of the assignments and examination scripts for these units is shared between Tasmanian and Chinese staff, with moderation of the results being performed by the Tasmanian unit coordinator;
• The Tasmanian staff involved in the programme maintain regular contact the staff and students at SFU through email, mainly for the purposes of administration and academic counselling of students.
At the completion of the programme students graduate with two degrees, a Bachelor of Science from SFU and a Bachelor of Information Systems from the University of Tasmania.
This programme is considered to be distinct in the following aspects:
• It is a partnership programme between an Australian and a Chinese university, in which the Bachelor of Information Systems is jointly taught and administered by staff from the University of Tasmania and Curro & McTaggart (2003) have developed a theoretical framework within which to characterise the internationalisation of the university curriculum from the development of a technical observance, through practical deliberation to critically reflective practice. They characterise technical observance as having a focus on operational issues, such as level of recruiting of international students, hiring staff with international teaching experience, modifying the curriculum for international delivery, and remedying the problems associated with a poor knowledge of English. Practical deliberation is characterised by Curro & McTaggart as a re-creation of the organisational, educational and social practices that leads to new forms of intercultural relationships, including redefining curriculum, building organisational structures that support international and intercultural partnerships, staff development and "research into, and evaluation of, curriculum, teaching and learning, and learning support" (p2).
A FRAMEWORK FOR INTERNATIONALISATION

Hatton & Smith (1995) have defined critical reflection as
Involving moral and ethical criteria, making judgements about whether professional activity is equitable, just and respectful of persons or not. In addition, critical reflection locates any analysis of personal action within wider socio-historical and politico-cultural contexts (p.35)
Critical reflection requires theoretical and practical approaches to cultural awareness, and both organisational and personal perspectives. In terms of international education critical reflection requires a sensitivity to intercultural issues that transcends racism and the sense of the "otherness" implied by the use of titles, such as "international" or "overseas" students, and but rather encourages an acceptance of the partnership and inclusiveness of teaching and learning processes on a scale that spans international and cultural boundaries (Curro & McTaggart 2003) .
The traditional development of Australian tertiary education has focussed on national goals and the adoption of international students within those goals of growth and pursuit of excellence. A change of emphasis in this approach is demonstrated by such phrases as the following in induction material for University of Tasmania staff who are involved in off-shore teaching:
Offshore education provides, among other things, an opportunity for improved cross-cultural understandings and enhanced commitment to global issues. It provides an avenue for discourses other than the dominant Western literacy to be honoured. Offshore education clearly serves a function above and beyond the financial imperative (Flexible Education Unit 2004). Curro & McTaggart (2003) summarise the entry to international education as involving changes in three areas:
• The acquisition of new skills, beyond those required to teach international students in Australia;
• The development of new understandings, leading to new curricula and teaching practices; and
• The adoption of new values that will influence their curriculum design, and approaches to social, organisational and personal practices.
An example of the manner in which international educators need to adjust their understandings and values has been provided by Wong & Wen (2001) in their comparative study of the understanding of conceptions of learning held by students at Hong Kong University and Nanjing University. They used an analysis of the conceptualisation of learning based on the following five factors:
1. Memorising, reproducing and understanding 2. Applying 3. Learning processes 4. Seeing things differently and improving oneself
Memorisation and understanding
Students from both universities consistently saw factors (2-4) as being more significant than (1) or (5). This appreciation was more pronounced in the students from Nanjing University than for students at Hong Kong University. These findings contradict the stereotypical view that students from a Confucian-heritage culture have Keen, C the characteristic that "They rote learn and lack critical thinking skills" (Biggs 2003, p.125) . As Wong and Wen (2001) summarise: "Confucian-heritage culture students out-perform western students, at least in science and mathematics, and have deeper and more meaning-oriented, approaches to learning". Curro & McTaggart (2003) argue that pedagogical innovation requires changes in aspects of practice:
• Communication -language, symbols and other representations of teaching;
• Organisation -relationships between teachers, learners and administrators;
• Production -curriculum development, course delivery, management, teacher education and evaluation of teaching and learning.
They propose that educational practices can be characterised at four levels, Curriculum, Administration, Teacher Development and Educational Research & Evaluation, as shown in Table 1 . 
EDUCATIONAL PRACTICES
THE UNIVERSITY OF TASMANIA EXPERIENCE
Interviews were conducted with staff from the School of Information Systems who had been involved in the unit coordination and delivery of course units at universities in Fuzhou and Shanghai along the intensive, block mode of teaching described above.
Negotiations for the delivery of the University of Tasmania degree into Shanghai Fisheries University (SFU) commenced in entry 2002 and continued through the middle of that year, with several visits by senior staff from both universities. 304 students were initially recruited for the four year programme at Shanghai Fisheries University, with the first intake being in September Initially the University of Tasmania staff regarded the delivery of the BIS degree at Shanghai Fisheries University as similar to the practice of teaching a programme at another campus. They were very familiar with this model as the Information Systems programme had already been taught on three campuses: Hobart, Launceston and Burnie, with some minor delivery in Singapore. There was a strong emphasis by all parties involved in the early negotiations on the need for effective quality control of the content and delivery of the degree in Shanghai. Over the three years since its introduction, an increasing awareness has arisen of the inter-cultural challenges of the programme, but many of the practices associated with the delivery of the programme have not changed. Table 2 . A summary of the issues raised through the experience of University of Tasmania staff teaching in China Table 2 illustrates a range of issues that staff from the School of Information Systems who have been involved in teaching in China have experienced. These issues have been classified according to the model developed by Curro & McTaggart (2003) .
EDUCATIONAL PRACTICES
At the level of the individual University of Tasmania staff member there has been a lack of provision of appropriate induction programmes prior to these staff going to China. The intensive, block mode of teaching limits the time that staff have in China to adapt their teaching practices and material. Uncertainty about social practices in Chinese classrooms and lack of knowledge of the Chinese education system has also inhibited these staff in their ability to interact with Chinese students and effectively establish a dialogue of inquiry in the classroom.
At the level of the School of Information Systems the original plan was to develop a small group of specialised staff who were trained in teaching and learning in China. However, in practice the China teaching load has been spread across many staff members of the School. One staff member was appointed who was born in Shanghai, but the extent to which that staff member has been able to influence the curriculum redesign and delivery of the education programme in China has been limited.
Initially it was planned to have one postgraduate or staff member resident in Shanghai for a semester period to provide ongoing tutorial and academic counselling support for Chinese students. However, this practice was discontinued after one semester, much to the disappointment of the Chinese students.
Disputes have arisen with University of Tasmania staff over the status of teaching in China, whether it is to be regarded as on or off load, and how staff are to be compensated financially for the inconvenience and real additional costs associated with being in China.
At the University level the programme to deliver the BIS into China has not exploited the knowledge and expertise that exists in the University, such as consulting with staff from the School of Asian Studies. The University did not produce comprehensive induction material (Flexible Education Unit 2004) that covered the pedagogical and cultural issues associated with teaching international students until 2004, two years after the introduction of the off-shore programme. Access to the WebCT e-learning management system employed by the University of Tasmania has been less than satisfactory in China, due to slow network access rates over the Internet. Keen, C
• The Chinese students have a limited awareness of relevant business systems and processes, such as banking systems and banking procedures beyond their experience with the use of automatic teller machines;
• Many of the students enrolled in the programme appear to be unsure as to whether the degree has an emphasis on technical ICT or upon business systems, and do not appreciate the joint approach of the course;
• The English language programme has prepared the Chinese students with a knowledge of general English, but the programme has only provided limited introduction to ICT and business jargon and phrases. In addition, the students have had limited exposure to ICT and western business language jargon and phrases through the Chinese media;
• The development of skills in the analysis of case studies and in abstract problem analysis, especially when working in small groups, and of systems thinking, have not been explicitly covered and practised with the Chinese students. While these students tend to focus on convergent styles of problem solving (Lopez-Real & Mok 2001) they have the intellectual ability, but not the cultural awareness of dealing with divergent problem resolution. The same claim can also be made of many Australian students, of course;
• Plagiarism has been a problem, although not a major issue. It has been apparent in computer programming units, and in more advanced units where students often lack the skills in English to express themselves, and so resort to various forms of paraphrasing copied material. While students are generally aware of the concepts associated with plagiarism, they have lacked exposure to actual illustrative examples, and often do not appear to be aware of the severity of plagiarism;
• Chinese students are not accustomed to buying relatively expensive textbooks, and so provision of adequate numbers of both required and reference textbook material to these classes has been a problem.
FINDINGS
Use of Table 1 for the purpose of classification has enabled the categorisation of relevant issues from this programme into:
• Issues relevant to the individual staff member and particular course units delivered to international students;
• Issues relevant to the organisational unit, such as the School/Department or teaching team who are responsible for the management of delivery of courses to international students; and
• Issues relevant to the institution that has contracted to deliver courses to international bodies.
Obviously these three levels are not independent as decisions made at a higher level can constrain and otherwise impact policies and practice at lower levels.
As highlighted by Biggs (2003) , the following stereotypical views associated with the teaching and learning of international students do not apply:
• "They rote learn and lack critical thinking skills"
• "They are passive; they won't talk in class"
• "They don't know what plagiarism means"
Rather, the key issues identified by Tasmanian staff that inhibit the effectiveness of their teaching and learning related to the contextual issues of culture, Chinese society and the Chinese education system. The staff were unaware of the nature of the teaching and learning experience of the Chinese students through their schooling and early university years. As a consequence Tasmanian staff felt uncomfortable in not knowing the accepted manner of interaction with Chinese students in the class room. This uncomfortable feeling led to inhibitions on the part of the Tasmanian lecturers in the classroom, rather than the stereotypical view that the lack of communication could be ascribed to passive students.
A further example of the lack of awareness of contextual issues by a Tasmanian staff member occurred with the reaction by Chinese students to the amount of emphasis placed upon the completion of assignments. One Tasmanian staff member suspected that this was due to such assignments not be part of the assessment regime in Chinese courses. 
LESSONS LEARNED AND ADVICE
From the experience gained in the delivery of this programme at SFU the lessons that have been learnt and consequent advice offered to other institutions involved in similar ventures is summarised in Table 3 .
ILLUSTRATIVE OBSERVATIONS ADVICE
The selection of teaching staff to be involved in the programme on the basis of subject knowledge and the provision of relatively little preparation for crosscultural teaching does not lead to outcomes approaching best practice.
Teaching staff need to be selected on the basis of their aptitude to the challenges of cross-cultural teaching in a foreign country. They need to be trained for this purpose, and need to have developed skills in conflict resolution and negotiation. In particular, senior staff often have the teaching experience, are highly respected and have the entrepreneurial skills to generate the diverse returns from international programmes (Debowski, 2003) Two years into the programme, at a Tasmanian dinner for visiting senior Chinese staff from SFU, it became apparent that neither party had a good knowledge of the basic roles, responsibilities and organisational structure of the others' university.
Preparation for involvement in the programme needs to cover issues associated with social, educational and business cultures, and also the institutional cultures of the partner universities, at all levels of staff involved in the programme.
The existing instrument used for unit-based surveys for the student evaluation of teaching and learning at the University of Tasmania is considered to not be suitable for use in international delivery at offshore institutions, and has been withheld in semester 2 of 2005.
The survey instrument for student evaluation of teaching and learning needs to be reworded and better explained, so that its purpose and content is comprehensible to international students. The expectations of international students, their perception of the outcomes of unit completion, and their norms in evaluating teaching and learning need to be better understood and communicated when using such survey instruments.
Staff involved in the programme have not been encouraged to understand the other institutions' cultural landscapes.
The true partnership aspects of the relationship between the two institutions need to emphasized, and staff equipped and encouraged to explore the others' culture and the inter-cultural interactions.
Much of the policy associated with the programme has been continuously developed on an ad hoc basis, with mainly verbal communication to the staff involved.
Expectations associated with the programme need to be documented, disseminated and adopted using the uniform format of a contract and evolving service level agreement, so that it is clear to all staff involved in the programme. Adequate provision needs to be made for dispute resolution, both A team approach to the delivery of international programmes should be adopted with distinct roles of project managers, cross-cultural advisors, course coordinators, local and remote student counsellors, quality assurers and e-learning content managers (Debowski, 2003) .
Despite many superficial differences between the partner institutions, there are also many similarities in pedagogical objectives, and in the bureaucratic processes of each institution.
Greater emphasis needs to be placed on the successful implementation of joint partnerships between cross-cultural programmes, with encouragement to understand the roles, responsibilities, organisational structures, and social and political contexts of each institution. Table 3 . A summary of the some lessons learned and relevant advice offered from the experience of University of Tasmania staff teaching in China
CRITICAL REFLECTIONS
When the programme to deliver the BIS degree at FSU in Shanghai was first discussed, the senior SFU staff emphasised that they wanted the same curriculum content, same assessment and also same mode of teaching in China as in Tasmania. In particular, they wanted learning through problem oriented discussion in small groups, as they had seen in final year classes in Tasmania. They re-equipped several classrooms on the SFU campus to permit this style of teaching. Unfortunately, little real debate of the feasibility and even desirability of these requirements have taken place, and the practical extent to which they have been achieved is questionable. A lack of understanding and real engagement with the Chinese education system has limited the extent to which the same modes of teaching and learning have been achievable.
The delivery of the BIS into China is viewed by some at the University of Tasmania as a service delivery function. The wider implications of the programme for increased cultural awareness, enrichment and diversification of research have been ignored in the implementation of the programme. The limited funds available in return for delivery of the programme has also restricted the extent to which the staff involved have wanted, or been able, to expand the scope of the programme.
Teaching staff can focus on their perceived limitations of the Confucian mode of teaching and learning in which the students appear to consider "there is only one right answer", and may defer to others with higher status in the classes to provide the more correct answer. Alternatively such teaching staff can adopt a constructive approach to engagement with such a educational culture, "and to plan for the teaching of reflective and synergistic learning" (Debowski, 2003) . It was very apparent in early discussions with senior SFU staff that they wanted Tasmanian teaching staff to foster independent inquiry, to develop discursive skills, and to encourage critical thinking by Chinese students. Ryan & Hellmundt (2003) have also reported that lack of time, budget restrictions and heavy workloads have impeded the extent to which staff are capable of understanding, assimilating and enriching their teaching practices in a foreign environment. They also regarded such pressure as counter to what many staff regard as the purpose of university education -"developing independent, critical think and intercultural skills in students".
Undoubtedly the successes of the programme has been due to the work that staff from all parties in the programme have been dedicated to the effective delivery of the programme in China. The rapport that has developed directly between Tasmanian staff and Chinese staff and students has clearly been a major factor in the ongoing effective delivery of the programme.
